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The purpose of this study was to determine the
relationship of principal effectiveness with principal
self-efficacy and role perceptions, using school climate and
student achievement as effective factors. To facilitate the
study, the researcher developed and field tested an
instrument to measure principal self-efficacy. The Principal
Perception Inventory was used to collect role perception
data, while the OCDQ-RE (Hoy & Clover, 1986) and the OCDQ-RS
(Kottkamp, Mulhern, & Roy, 1987) were utilized to determine
the school climate. The sample consisted of 34 elementary
and middle school principals and staff. Eighteen principals
and 183 teachers responded. The results indicated no
significant relationships were found between self-efficacy
and any of the stated dependent variables. Relationships
were found between: (1) principal role perceptions and
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student achievement in both reading and mathematics; and (2)
between the dependent variables climate and student
achievement in both reading and mathematics. Correlations
between the research variables and demographic information,
revealed: (1) a significant relationship between the
educational level of the principal and role perceptions; and
(2) a significant inverse relationship between experience as
an assistant principal and student achievement in both
reading and mathematics. The recommendations presented
included: (1) provide professional development programs to
assist principals and assistant principals in defining and
expanding their role perceptions; (2) provide professional
development to assist principals in monitoring, and
assessing the school climate, as well as, utilizing the
information to adjust leadership styles and organizational
factors; (3) provide greater incentives to principals for
continued education; (4) provide professional development
for individuals assigned to principal positions who have
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What quality endows some administrators
with effectiveness and condemns others to acts
of malpractice? What differentiates the
administrator who creates a climate of dignity
and optimism from the one who sows fear and
depression? What makes the difference between
the administrator who can lift our spirits and
the one who causes us to shun adventure? What
enables some administrators to lead their
colleagues to self-reliance, independence, and
integrity rather than dependence and duplicity?
(Bogue, 1985, p. 5)
These and other questions should be the focus of
our attention as concern grows for the quality of education
and academic excellence. Those charged with the
responsibility of selecting our school leaders should
consider incorporating into the selection process, factors
and criteria other than academic accomplishments and years
of experience. The personality and perceptions of an
individual are factors which should not be overlooked.
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The relationship between principal effectiveness and
student achievement has been thoroughly substantiated. The
studies clearly suggest (Brookover & Lezotte, 1977; Edmond,
1979; Rutter, 1979; Wellisch & Others, 1979; Andrews & Soder,
1987), and practitioners agree, that the leadership role
played by the principal is crucial for educational excellence.
If this is true, then attention must be focused on determining
the attributes which constitute effective educational
leadership behavior. Likewise, educators must begin to
actively define the line between the marginal and exceptional
school leader. They must be cognizant of those attributes
which betoken success. They must therefore, persist in
efforts to answer emperically the question posed by Grady
Bogue (1985).
There is an abundance of research in the literature
which concentrates on effective principals and their
behaviors (Huff, Lake & Schaalman, 1982; Johnson, 1981;
Brookover, Beady, Flood, Schweitzer, & Wisenbaker, 1979;
Dwyer, Lee, Rowon, & Bossert, 1983). However, Greenfield
(1982) concludes that researchers know little about the
background of principals, their personality orientation
or the relationship between such factors and job
performance. Yet, research to date, has been unsuccessful
in its attempts to produce conclusive information.
relative to personal attributes, useful to educators in
predicting the success of school leaders.
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Thus utilizing two organizational factors —
climate and student achievement — this study seeks to
delineate two personal attributes which appear to predict
principal effectiveness. Specifically, this study
attempts to answer questions regarding the relationship
of principal self-efficacy and role perception to school
climate and student achievement.
SIGNIFICANCE OF STUDY
There is a substantial evidence which identifies
self-efficacy as a variable accounting for individual
differences in effectiveness (Rees, Ellen, 1988; Hillman,
1984). Studies conducted both outside as well as inside
the realm of education, support this relationship. It is
well established that teacher efficacy is a major
contributing factor to teacher effectiveness (Miller,
1987; Frellino, 1986); yet, the relationship between
self-efficacy and principal effectiveness is, at this
point inconclusive.
Principal Self-Efficacy
Although the traits theory of leadership was
abandoned many years ago. Cross (1981) contends that
though it might be hard to predict specific actions of
principals, it is not unreasonable to think that a
principal's personal characteristics would be related to
his or her general behavior and to certain school
attributes. Even though the studies of principal
characteristics (e.g. sex, age, experience, training and
personality) have produced little of value. Cross conclude
that these findings do not mean that any type person with
any type training can necessarily function well as a
principal. Blumberg and Greenfield (1980) stated:
The idea of "great man or woman" view
of the principal who would lead, is not
advanced to suggest a new Machiavelliaism.
Rather the concept is this: It seems to be
true that most people can learn the
necessary attitudes and skills that enable
a group of people to function adequately.
And it seems to be true that groups can learn
to accept influence from a variety of people
and to assign group functions accordingly.
What seems not true, is that anyone can assume
the role of leading an organization — a
school — in the direction of making itself
better than it is. Other things besides
democratic functioning have to occur and the
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suggestion here is that these other things
start with the character of the person
involved (p. 245).
Therefore, since most school administrators share similar
educational backgrounds and hold certifications for their
position, studies which do not take into account the
individuality of the leader or his or her personal traits
may be missing a valuable link.
According to Fieldler (1969) a man's basic style of
leadership depends upon his personality. He states:
"changing a man's leadership style means trying to change
his personality" (p. 43). Boles and Davenport (1983)
further contend that a central element in the development
of leader potential and the practice of leadership is the
personality of the individual. Cattel (1970) on the
other hand was more specific: "the personality of an
individual is that which enables us to predict what he
will do in a given situation" (p. 43). One component of
personality which lends itself more comfortably to the
study of principal effectiveness is the concept of
self-efficacy.
According to Bandura (1977) self-efficacy is one's
belief that if the behavior is performed, it will lead to
the anticipated outcome. This belief affects whether
individuals will initiate a specific behavior and how
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long they will persist in their attempts to achieve that
behavior (Desmond & Price, 1988). Patterson (1984), with
regard to principals, describes self-efficacy as having a
strong belief in one's authority, active involvement with
staff and belief in one's power to take action in given
situations.
Likewise, Blumberg and Greenfield (1980) contend
that: "effective principals are productive in viewing
themselves as leaders and believing in their ability to
influence situations. They confront and manage problems
rather than avoid them." (p. 215).
One consistent finding in the literature is that
principals are largely free to shape their job to their
own image. Yet, many principals succumb to the
bureaucratic structure and demands of the organization.
According to Miller (1983):
Administrators who fail most o;. ?
those most concerned with the structure as
the bases for functional success. The
structure, which is a trap of mediocrity
for what is perceived to be a basis for
clarity of purpose and behavioral
consistency, is in reality a controlling
mechanism that stifles creativity (p. 11).
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Role Perception
The role of the principal is complex in nature and
often ambiguous to those who hold the position. The many
hats the principal is forced to wear can render them
disconcerted as to their real function in the organization.
Blumberg and Greenfield (1982) contend that how principals
think of their role and the concepts held by others of the
principalship, can be a crucial determinant of their on-
the-job behavior, their frustrations and satisfaction in
the role, and their failure or success as principals.
Accordingly, Getzel (1969) in his administrative theory,
concludes that behavior is dependent on the individual's
perception of the role and its expectations.
An important factor shaping the principals' view of
their role and the system is, in part at least, determined
by the degree to which they feel that they, rather than
external factors will govern their course of action
(Sarason, 1972). Thus, self-efficacy — one's belief in
one's authority and power to take action — determines how
one perceives his/her role. How one perceives the role
determines the output.
School Climate
One consistent finding in the literature on
effective schools and principal effectiveness, is the
influence of the leader on the tone or climate of the
organization. The climate of a school can be a
persuasive statement toward determining a principal's
effectiveness. The use of school climate measures for
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evaluating principals is particularly important due to
the lack of consistent and uniform criteria for measuring
principal effectiveness. In general, school districts
are not articulate in defining what they expect principals
to do or in specifying criteria for evaluating school
leaders. Few districts — particularly small systems —
have made any attempt to develop and validate instruments
based on the districts philosophies, values and goals.
Most systems merely borrow and adopt seemingly good
instruments without regard for whether or not the tool
measures the real values of their organization. Even
where valid instruments are used, subjectivity is rarely
eliminated. As a result, there frequently is a
discrepancy between the judgment of the school district
on principal effectiveness and effectiveness as viewed
from teachers' perspective. Therefore, school climate
should be perceived as a crucial element in conducting
studies relative to the performance of school
administrator s.
Student Achievement
Brock (1986) stated that the use of achievement
test results as an indicator of the quality of education
has been a somewhat uniform trend since the 1960s. He
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pointed out the fact that state-mandated competency
testing programs have been developed across the nation
over the past few years and that the allocation of funds
and the setting of educational standards have been based
upon data collected from such standardized achievement
tests. Brock concluded that achievement test results
"provide a somewhat convenient and uniform method of
determining the academic needs of children and the
success of school districts" (p. 47). Likewise,
achievement scores, after controlling for the effect of
socioeconomic background, can be used to determine the
effectiveness of building administrators.
CONCLUSION
This study does not deny the influences of such
factors as organization structure, staff, and student
levels; rather, it offers the concept that the
interrelationship between self-efficacy and role
perception is an important determinate in predicting
effective behavior. The action taken then, was to study
principals' self-efficacy and role perceptions, utilizing
the organizational factors of school climate and student
achievement.
This study provided an in-depth analysis of the
self-efficacy and role perceptions of principals. In
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doing so, it added to the literature support for variables
which may lead educators to more concrete evidence in the
search for answers on effectiveness. Further, the
development and validation of an instriament to measure
principal efficacy was a vital component of the study and
provides the groundwork for future research in the area.
The results of the study are also useful in the training,
identification and evaluation of future administrators.
SUMMARY
Chapter I was organized to provide a rationale for
this investigation. The problem statement provides a
brief explanation of the importance and role of the
principal in education and thus the need to learn more about
his or her behavior. The significance of the problem
attempts to justify the need for the study and the benefits
to be gained. The following chapter establishes a framework
of current theories in the related fields.
CHAPTER II
REVIEW OF LITERATURE
A preliminary review of the literature relative to the
subject matter follows. The review is organized with an
initial investigation of the concepts of principal
effectiveness. This is followed by an investigation of the
various roles and role perceptions viewed by the principal.
An examination of the personal characteristics and behaviors
of the principal is provided. Additionally, the concept of
self-efficacy will be explored. In conclusion, the review
focuses on school climate with regard to principal and
teacher behaviors.
Principal Effectiveness
Talbert (1981) conducted a study to determine the
extent to which superior-judged effective principals could
be differentiated from superior-judged less effective
principals. The population consisted of 72 elementary
principals in an urban setting. The judgment of three
superior administrators identified 17 effective and 19 less
effective principals. Data regarding the personal and
academic background and previous employment variables were
collected from the official records of the district. A
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descriptive analysis was made of the data and a discriminate
function analysis was used to answer the three research
questions. It was found that 86 percent of the 36 principals
were correctly classified when the combined best contributors
from the personal and academic background category and
previous employment category were used. It was concluded
that for the district studied, there is some validity in the
frequently followed practice of using available data from
applicant files and interview ratings.
::^ehman (1980) examined the interaction patterns and
task of effective elementary school principals. Four
subjects were identified as "highly successful" principals
by a jury of four superintendents. Data collection was
initiated by an adaptation time, followed by two actual
collection days in which the researcher shadowed each
principal throughout the total work day. Every overt action
was recorded and analyzed relative to the task interaction
and modes of interaction which characterized the role of
effective elementary principals. The findings suggested
that the principal spent the largest portion of time
directing and supervising the task of curriculum and
instruction. Activities surrounding student personnel, with
major emphasis on student discipline and monitoring of
student behavior consumed the second largest amount of time.
Verbal communication constituted three-fourth of the
13
interaction with emphasis on reinforcing, supporting,
clarifying and directing staff. Further findings included:
(1) effective use of time; (2) ability to interact with all
people; (3) responded to each need rapidly; and (4) exhibits
the appearance of being an integral part of the total school
staff.
Williams (1985) investigated factors that influence
the effectiveness of school principals as viewed by
teachers, students and parents. The study involved 450
teachers, students and parents from a total of 10 schools in
a large public school system. A questionnaire on attitudes
and behaviors of school principals with a principal
effectiveness scale, was administered to the respondents.
The findings of the study revealed that there was a
relationship between the principal's personal
characteristics, and perceptions of teachers, students and
parents as to the leadership effectiveness of the principal.
No relationship was established between age and experience,
and perceived leadership effectiveness by teachers, students
and parents.
McMahon-Dumas (1981) investigated the leadership styles
and effectiveness dimensions of principals and their
relationship to reading scores of students in the
Washington, D.C. public schools. A reading teacher and the
principal from each school participating in the study
responded to the Leader Adaptability and Style Inventory
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questionnaire. The responses were calculated on the style
range model provided with the instrument and the principal's
style and effectiveness dimensions were determined. Student
reading gain scores were gathered from the results of the
Comprehensive Test of Basic Skills. Analysis of the data
indicated a significant relationship between the principals'
effectiveness and the reading gain scores of students. There
was no significant correlation between leadership style and
gain scores. Principals who scored in the Low Task/Low
Relations leadership dimension showed no correlation with
reading gain scores in their schools. The High Relation
dimension of leadership and effectiveness suggested the most
positive relationship with the school's instructional program
as viewed through the reading gain scores.
Pendley (1986) conducted a study to determine the
relationship between personality, interpersonal behavior,
leadership style and leadership effectiveness of elementary
principals. Data were collected from 30 elementary
principals and their respective faculties in two Wyoming
school districts. Principals were administered the Leader
Effectiveness and Adaptability Description-Educational
(LEAD-Ed) version; the Fundamental Interpersonal Relations
Orientation-Behavior (FIRO-B) scale; and the Sixteen
Personality Factor scale. Faculty members completed the
LEAD-Ed instrument. The major findings were: 1) personality
characteristics of the principals were not significantly
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related to leadership effectiveness; (2) the interpersonal
behavior of the principals in the areas of control,
inclusion, and affection, were significantly related to
their leadership effectiveness; (3) principals generally
perceive themselves as being highly relationship oriented;
and (4) even though principals prefer a specific leadership
style, that style is not necessarily related to leadership
effectiveness as perceived by the faculty.
DiRisio (1988) conducted a study to identify, describe
and analyze what distinguished and discriminated ineffective
from effective leadership or leaders. Researcher-developed
profiles and composites were used to generate the data.
Twenty randomly selected superintendents served as the data
source. The findings indicated that ineffective leadership
was characterized as the absence or lack of attributes that
are associated with effective leadership with one additional
and unique distinction. According to this study ineffective
leaders have a very poor self-image; this ci stance
underlines their inability to do the things that effective
leaders are able to do.
Garro(1986) conducted a study to determine the
relationship between school effectiveness and four selected
variables commonly associated with a principal's
effectiveness; his instructional leadership; his role
concerning discipline and establishing a positive school
atmosphere; his support for teachers; and his involvement in
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evaluating student progress. In addition, two more variables
were studied: the principal's level of academic preparation
in educational administration; and his years of experience in
the principalship. Thirty-two principals and their staffs
participated in the study. Five administrative and
supervisory members of the ministry of Public Education
evaluated and compared schools to determine effectiveness.
The findings indicated that a relationship was evident
between school effectiveness and the four major independent
variables. The relationship between school effectiveness
and the principal's behavior which the research instriament
identified as instructional leadership was particularly
strong.
Ferrandino (1984) investigated the relationship between
principal effectiveness and administrator communication
behavior. The population for the study consisted of 183
principals and 1830 teachers. The Audit of Principal
Effectiveness and the Audit of Administrator Communication
were used to generate the data. A Principal's Basic Data
Questionnaire was also used to gather demographic information
about the principals. Scores from the APE were used to
determine the effective and ineffective principal groups.
The results revealed that effective principals perceived their
own communication behavior in a manner very similar to their
17
teachers perception of the" principal's communication behavior.
Ineffective principals rated themselves significantly better
communicators than their teachers rated them. Effective
principals rated themselves and were rated by their teachers
to be significantly better in all of the communication
behaviors measured.
Christian (1987) conducted a study to determine the
current state of empirical research in the area of principal
behavior and effective school characteristics, as well as,
to determine the extent of the relationship between these two
dimensions. A sample of 31 elementary schools served as the
base for generating data. A total of 950 elementary school
teachers responded to a questionnaire measuring the extent to
which effective school characteristics were in evidence in
their school. Using the Person r, multiple regression, and
canonical correlation techniques, the findings revealed that
there is a significant and positive relationship between
principal behavior and school effectiveness. The most
significant behavior related to total school effectiveness
characteristics appeared to be related to decision making.
In addition, several linear relationships were discovered
regarding a comparison of several principal behaviors with
several effective school characteristics.
Larson (1986) sought to explore the relationship
between elementary principals and their effectiveness as
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related to the informal organization that may exist among
their teaching staff. The population for this study
consisted of school superintendents, principals and
classroom teachers from three school districts. The
instrument used for the study was designed and validated
through a pilot study. The findings suggested that: (1)
effective principals recognize the existence of informal
groups, while less effective principals felt that the
informal group was less frequent in occurrence; (2) the
informal organization was a significant factor for more
effective principals when determining work assignments for
their staff; (3) more effective principals perceived that
the informal organization had a greater strength and effect
on staff work output, while less effective principals did
not; (4) more effective principals were members of the
informal organization, while less effective principals were
not; and (5) more effective principals maintained positive
attitudes toward the informal organization, while less
effective principals did not.
Role Perceptions' and Behaviors
Bankston (1986) examined the role perceptions of
principals in the state of Alabama to determine if the
perceptions differed with regard to selected demographic and
situational variables. A random sample of 228 principals
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was used for the study. A researcher-designed questionnaire,
composed of 10 areas, was administered to the subjects. The
findings indicated that principals viewed the role of
principals in much the same way for the top five factors.
Among all principals "Personal Attributes" ranked first;
"Climate" ranked second; "School and the Law" ranked third;
"Curriculxim Development" ranked fourth; and "Interaction
with Students and Faculty" ranked fifth.
Graham (1982) examined the relationship between student
achievement and the amount of time principals allocate to
instructional leadership. The population consisted of 68
elementary principals and 6321 randomly selected fourth grade
students of schools in the state of Mississippi. The three
instruments used to collect data were; the Respondent
Profile; the National Task-Time Survey; and the California
Achievement Test. The findings indicated no significant
relationship between student achievement and principal
allocation of instructional leadership time. The study
found, however, that principals with higher levels of
administrative training allocated a significantly greater
amount of time to instructional leadership roles than
principals with less administrative training. But the length
of administrative experience was not found to be a
significant factor.
Bullis (1980) conducted a study to determine perceptions
of elementary school principals concerning their role in
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supervision of instruction. The sample consisted of 278
elementary principals of the commonwealth of Virginia. The
subjects were administered a researcher-constructed
instrument, developed to determine principals' perceptions
of their role in supervision of instruction. The findings
suggested a statistical relationship between actual time
spent in supervision and years of teaching experience and
geographic locations. It was indicated that principals
preferred to spend decreased time in task associated with
administrative management and supplies and materials. In
contrast, principals preferred to spend increase time in task
related to supervision and curriculum, instruction, and
guidance. Lack of time was regarded by principals as the
greatest inhibitor to supervision. The lack of a clear
personal role concept, inadequate personal preparation, and
interpersonal and communication barriers also were noted to
be negligible inhibitors to supervision.
Freeman (1987) investigated the relationship between
school effectiveness and elementary school principals'
behavior. The sample of 20 schools was selected based on
their students achieving above or below the district mean in
the area of mathematics. A survey questionnaire was
administered to the subjects to assess their involvement in
curriculum; level of responsibility assiamed for job task in
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the area of program improvement, selection and evaluation of
staff and professional preparation; behavior styles; and
principal characteristics. Significant differences were
found for the principal level of comfort in managing
curriculimi implementation and the principal characteristics
of years taught and self development in course work taken in
the last five years.
Sullivan (1981) examined the relationship of the base
of power the elementary principal employs to achieve his
goals of the school and his sense of professional
independence to the degree of participatory management. The
sample included 80 principals from two New Jersey counties.
The findings indicated that; (1) a principal tends to
identify himself as having a dominant expert or referent base
of power; (2) a principal does not wish to relinguish control
of major decisions to the professional staff; (3) a principal
with 'll expert or referent base of power and a high degree of
independence is more apt to involve staff in the decision
making process of the school; (4) a principal with a fund of
knowledge and wholesome rapport with staff sees this
responsibility as the final authority in decisions; and (5)
principals view hviman relations as a concept that promotes
limited involvement by staff and espouses harmonious working
relations.
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Feller (1986) investigated how principals assign
priority responses to job demands. A crucial task survey
instrument, designed by the researcher was administered to
36 elementary principals. The study found that principals
perceived their top four crucial tasks to be the physical
plant; parent/community relations; student body activities
and instruction. Significant differences were also found
between tenure of the principal at his current school and
responses to the physical plant task category and to the
total scale.
Hudson (1984) conducted a study to determine whether
the climate of a school was significantly related to the
teachers' perception of the leadership behavior. The
teachers of the Gwinnett Middle Schools served as the
subjects for this study. The Organizational Climate
Description Questionnaire was used to measure the teachers'
perception of the organizational climate. The Leader
Behavior Description Questionnaire was used to measure the
teachers' perception of the principal's leadership behavior.
The findings indicated a significant relationship between the
organizational climate and teachers' perceptions of principal
behaviors.
Eisenhauser (1982) conducted a study to examine the
relationship between perceived role conflict, role ambiguity
and perceived job robustness of principals. The sample
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included a random selection of 61 elementary and. 68 secondary
public school principals. The subjects responded to the Role
Conflict and Ambiguity Scale and the Semantic Differential
Scale. The findings indicated a significant inverse
relationship between the role dimension, separately and
combined, and job robustness. Principals reported mostly
positive perceptions of their job and relationships with
others. It was found that over 90 percent "normally" to
"always" discussed their problems with their colleagues;
could count on superintendent support; could work well with
their staff; and could depend on community backing and liked
being a principal. There were significant positive
correlations between each of these variables and job
robustness. Inverse relationships between each of the job
perceptions variables and role ambiguity were also revealed.
Lynn (1988) conducted a study to determine: (a) if
significant differences exist between the leadership behavior
of principals in effective schools compared to less effective
schools; and (b) if a significant difference exist between
leadership behavior of principals and factors contributing to
teacher morale in effective and less effective schools. The
Leader Behavior Description Questionnaire, Form XII and the
Purdue Teacher Opinionnaire were used to collect the data.
Eighty-three teachers in effective schools and 75 teachers in
less effective schools served as the sample. The findings
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indicated a significant difference between effective schools
and less effective schools in the leader behavior
"persuasiveness." Significant differences were also found
in the correlation between teacher rapport with principal
and initiation of structure and consideration.
Personal Characteristics and Behaviors
McCord (1982) investigated selected characteristics
including task behavior and integrative complexity of the
principal, student mobility and school size and their
relationship to reading achievement of students in selected
Title I elementary schools. Thirty-four Title I elementary
school principals in the Rockford (Illinois) school district
served as the sample. The instruments used to collect data
were Gaynor's School Principal Task Inventory and the Zajonc
Instrximent of Integrative Complexity Cognitive Structure
Test. The findings indicated a high positive relationship
between the leadership characteristic and behavior of the
principal and student reading achievement. Likewise, a high
positive relationship was depicted between student mobility
and student reading achievement.
Kuhn (1982) explored principals' views of what
encompassed the term "interpersonal skills." The sample
consisted of three principals and three to twelve staff
members. The methods of data collection included the
principal's response to a set of training task and personal
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interviews of the principals and staff. The principals' and
staff members' comments implied that the demonstration of
interpersonal competence relies on the principal's personal
style, rather than the constant use of the specific abilities
identified in the study.
Case (1982) conducted a study to determine whether or
not the high school principal's intuitive awareness of
selected organizational needs was related to leader behavior;
and whether or not the principal's self-esteem would have an
impact on leader behavior when the effects of the intuitive
awareness were controlled statistically. Data were collected
from 37 principals and 217 randomly selected teachers. The
instrxaments used for the study were the Profile of a School,
the Gofdon Personal Profile, and the Leader Behavior
Descriptive Questionnaire. The findings indicated that there
was a significant positive relationship between the
principal's leader behavior in the dimension of
consideration; the principal's intuitive awareness of
selected organizational needs of the school and the
principal's self-esteem; and a significant positive
relationship between the principal's leader behavior in the
dimension of initiating structure, the principal's intuitive
awareness of selected organizational needs of the school and
the principal's self-esteem.
Lindgren (1983) examined the relationship between a
principal's locus of control, level of professionalims, and
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ideal role. Forty-six public school principals were studied.
Each principal completed the ideal Principal's Function
Questionnaire and the Locus of Control Instriment.
Additionally, a random sample of teachers in each school
completed the Executive Professional Leadership
Questionnaire, supplying data on principal professionalism.
The findings of the study established a significant
relationship between an internal locus of control orientation
and principal professionalism; however, no relationship
between principal professionalism and a desire to function
more professionally was found.
Barbin (1984) investigated the relationship between
principals, work motivation and their perceptions of locus
of control. The population consisted of 410 elementary
school principals in suburban Cook County, Illinois. The
sample of 263 was drawn from the population. The instruments
used to collect the data were the Educational Work Component
Study and the Internal-External Scale. The results indicated
a small, yet significant tendency for elementary principals
with an external locus of control to prefer job situations
with well-defined promotion guidelines and job routines.
Another significant tendency observed among principals with
an internal locus of control, was to prefer job situations
that were interesting and rewarding, even though the job
might be insecure or temporary.
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Farkas (1983) investigated the impact of perceived
locus of control and situational powerlessness on the level
of occupational stress felt by public school principals. A
sample of 198 principals was used for this study. The I-P-C
Scale measured locus of control. Situational powerlessness
was assessed by the Index of Hierarchy of Authority; and
occupational stress was measured by the Job-Related Tension
Index. The results of the study confirmed the four
hypotheses. One, as a group, principals are internally
oriented (locus of control). Two, the degree of internality
is inversely related to the level of perceived occupational
stress. Three, the degree of perceived situational
powerlessness is directly related to the level of perceived
occupational stress. Four, principals who exhibit low or
high degrees of internality perceive higher levels of
occupational stress than those who have a moderate degree of
internality, in cases where they also perceive a high degree
of situational powerlessness,
McNesse (1987) investigated the decision making process
of elementary principals with respect to perceptions of
control and constraints. Data from each of the three study
schools were obtained from surveys, interviews, observations
of principals in instructional placement decision conferences,
an audit of pupil records, seven decisions simulations and
the I-E (internal-external control) Scale administered to all
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district principals. At each school a stratified non-random
sample of regular and special education teachers was surveyed
and interviewed. Major findings of the study suggest that:
first, the process of decision making for regular education
students is invisible and ambiguous as compared to a
formalized, visible process for special education students.
Second, compared to the procedural regulations of the federal/
state policy, P.L. 94-142, certain local policies having to do
with a district parity policy and a teacher contract article
are perceived as having greater constraints on decision
makina. A third tentative finding suggests that factors
within the principal, especially perception of control, may
have more effect on the process of decisions making than do
the various external entanglements which often are cited as
problems for schools principals.
Didyk (1982) examined the relationship of personal
characteristics and perceived organizational conditions to
the psychological success experienced by the principals in
their careers. The study involved a survey which
investigated the personal characteristics, organizational
conditions and psychological success of principals in four
urban school jurisdictions in a western Canadian city. The
study revealed that the personal characteristics principals
brought into their work and the organizational conditions
they encounter in their work were strongly related to their
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career experiences of psychological success. Biographical
characteristics did not appear to significantly relate to
principals' career experiences of psychological success.
McCarthy (1977) examined the relationship between
selected personal attributes of the leader, selected
decision situations and the decision-making behaviors of the
leader. The sample for the study consisted of 14
principals. The instruments used to collect the data were:
the Vroom-Yetton Model of Leadership and Decision-Making;
the Least Preferred Co-worker Scale; and the Nowicke
Strickland Locus of Control Scale for adults. The findings
suggested that there was no expressed relationship between
the principals' personal characteristics and the principals'
decision-making style. In several decision situations, there
was an expressed relationship between locus of control and
general decision style. Additionally, one of the six
decision situations indicated a statistical relationship
between locus of control and decision-making style.
Self-Efficacy
Rees (1986) conducted a study to determine whether or
not a relationshop existed between specific job
characteristics and teacher efficacy. The sample for this
study consisted of 314 elementary classroom teachers,
randomly selected from 50 schools throughout counties in
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Ohio. Data were collected by use of a Background Information
Form, two sections of the Job Diagnostic Survey and a Teacher
Efficacy Questionnaire. The findings indicated that each job
characteristic was significantly correlated with each
efficacy measure; however, only feedback and autonomy showed
any practical significance with respect to the relationship
found between teacher's job characteristic and sense of
efficacy.
Parham (1982) investigated the relationship between
self-efficacy in a non-phobic population. The purpose of
the study was two-fold. First, to determine the relationship
between self-efficacy and anxiety. Secondly, to evaluate
self-efficacy in terms of personality constructs in order to
distinguish traits which are predictive of self-efficacy.
Eighty subjects were selected from an in-patient population
at Deer Park Hospital in Houston, Texas. The subjects were
administered the Taylor Manifest Anxiety Scale to assess
anxiety levels; and the researcher-constructed Background
Information Survey to measure levels of self-efficacy. The
subjects also completed the sixteen Personality Factors
Questionnaire (Form A). The study concluded that
self-efficacy and anxiety are related in an inverse
reciprocal manner with high self-efficacy being associated
with low anxiety. Additionally, the multivariate
analysis of self-efficacy and personality revealed seven
unipolar variables which predicted levels of self-efficacy.
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Ellen (1988) investigated the impact of self-efficacy
and performance satisfaction on resistance to change. A
laboratory experiment was conducted with 256 undergraduate
business students to study the effects of the level of
satisfaction with the current behavior and self-efficacy
with an alternative behavior. Subjects performed three
manual allocated task and were subsequently offered an
alternative computer-aided method of performing the same
task. The results of the experiment indicated that
self-efficacy with the alternative was a strong influence on
both resistance to change and adoption. Subjects who felt
low self-efficacy were highly resistant to changing and less
likely to adopt the alternative.
Hillman (1984) investigated expectations and
self-efficacy in students, teachers and principals. Two
samples of ten elementary schools each were drawn from the
population to represent the high achieving and low achieving
schools. Measures of expectation and self-efficacy were
administered to all groups within each school. Results
indicated that when students, teachers and principals were
examined separately, only students' self-efficacy and teachers'
expectations were significantly different across high and low
achieving schools. Students' expectations, although not
significant, by itself, did contribute when linked with
self-efficacy to the relationship of achievement. All
correlations between expectations and self-efficady were
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positive. Finally, examination across groups within each
school demonstrated a strong trend indicating that as more
than one group evidenced high expectations of a strong sense
of self-efficacy or both, greater likelihood existed that
the school was high achieving.
Patterson (1985) conducted a study to determine whether
effective principals demonstrated a stronger sense of
efficacy than ineffective principals. The sample of 215
principals, 144 effective and 17 ineffective, were classified
by their supervisors. The subjects were first asked, as a
measure of recognition of common problems, whether or not
they had experienced each of seven common situations related
to student achievement. No significant differences were
found between effective and ineffective groups. Secondly,
the subjects were surveyed and asked to describe in an
open-ended response the action they had taken in any one of
the seven situations provided. Frequency of actions '
described did not reveal significant differences between
effective and ineffective principals in the open-ended
population. Significant differences were found between
effective and ineffective groups in the open-ended
population on each of the variables with the component
interaction with staff.
Miller (1987) conducted a study to determine the
extent to which teaching efficacy is related to the
referring of students to special education services. A
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survey of all first, second, and third grade teachers in a
mid-size urban school district resulted in individual
referral numbers and a volunteer sample of eighty-one
teachers. Seventy-one teachers were used to gain a measure
of efficacy and potentially related environmental variables.
The findings suggested that high efficacy teachers refer
fewer students to special education than do low efficacy
teachers.
Freilino (1986) investigated the relationship between
teacher success in implementing an innovative program,
teacher perceptions of self-efficacy, and the teacher
perceived value of the program. Using a variety of measures,
data were collected on degree of program implementation,
teacher perceptions and attitudes, and student achievement
and classroom behavior from a sample of fourteen teachers
in their initial year of implementation of an innovative
adaptive mainstreaming model. The measures which ranged
from interviews to surveys to behavioral observations were
administered at several time points during the school year.
The findings supported the study's main hypothesis that
successful program implementation by teachers is related
to perceptions of self-efficacy and a high teacher perceived
value of the innovation.
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School Climate
Czaja (1986) conducted a study to determine the
Leadership Motive Patterns (LMP) of principals in
relationship to the school climate; and the relationship of
that climate to school effectiveness. The Revised Litwin
and Stringer Organizational Climate Questionnaire was used
to assess climate. The principal's motive patterns was
assessed with the Picture Story Exercise. School
effectiveness was indicated by teacher and student
attendance, achievement test scores, and (in secondary
schools) suspension rates. The findings indicated that
climate dimensions (except for structure and responsibility)
are significantly more positive when associated with a
principal having the Leadership Motive Pattern than those
climate dimensions from a school having a principal without
the LMP. The climate dimensions, however, were not able to
explain much of the variance in the effectiveness indicators.
Bancroft (1987) examined Fiedler's theoretical
assumptions regarding leadership styles in relationship to
school climate. The sample consisted of 65 teachers, 119
students and 4 principals. Questionnaire developed by Wilbur
Brookover and his staff, which focused on achievement of
children and the variables of school climate were used in
the study. The Leader Match Scales were used with the four
principals. The finding indicated that positive school
climate in each school was attributed, at least in part, to
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the leadership style of the principal.
Emery (1987) conducted a study to assess the extent to
which the interpersonal characteristics of the principal's
role behavior are related to school climate. Data were
collected from principals and teachers in 68 high schools.
The Rutgers Secondary School Climate Index (RSSCI) was used
to collect the data. Only the variable, locus of control
was significantly related with the climate of the school.
Barton (1985) investigated leadership behavior and
differences in climate perceptions between teachers and
principals as they relate to the effectiveness of elementary
schools. The sample of the study consisted of 295 teachers
and 30 principals. Respondents completed the Leader Behavior
Description Questionnaire (LBDQ-12) and the Profile of a
School (POS). The data indicated that 50 percent of the
schools could be classified based on six climate indexes.
Eleven leader behaviors and 12 climate indexes were
significantly related to school effectiveness. Seventy
percent of the schools could be correctly classified into
differences in climate perceptions.
Sellars (1985) examined the relationship between school
climate and the leadership style of school principals. The
sample consisted of principals and teachers from randomly
selected elementary and secondary schools. The LEAD
instruments (LEAD SELF and LEAD OTHERS) were employed as the
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measurement devices for determining the leadership style of
the principal. A modified and abbreviated version of the CFK
Ltd. School Climate Profile was used to measure climate. The
findings indicated that there was a significant correlation
between the leadership style of the school principal and
school climate.
Brooks (1987) examined selected factors associated with
leadership effectiveness of elementary principals and school
climate as perceived by the teachers. Student achievement
was examined to determine the relationship to the perceptions
of the teachers. The Leadership Effective and Adaptability
Descriptive (LEAD) and the CFK Ltd. School Climate Profile
(short form) were administered to the teachers in the study.
Student achievement was measured by the California
Achievement Test. The findings indicated: (1) leadership
effectiveness does not contribute significantly to the
prediction of student achievement; (2) school climate does
not contribute significantly to student achievement; (3) the
interaction between leadership effectiveness and school
climate contributes significantly to the prediction of
achievement in total battery and reading; (4) high leadership
effectiveness and low school climate or low leadership
effectiveness and high school climate contributes
significantly to the prediction of achievement in both total
battery and reading.
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Leonard (1981) explored relationships among
organizational climate, self-reported and teacher perceived
styles of leadership of principals. Data were collected from
118 teachers and 6 elementary principals. The Organizational
Climate Description Questionnaire was used to determine
openness of organizational climate of each school. The style
of Leadership Survey and the Perceived Styles of Leadership
Survey were used to determine leadership styles and teachers'
perceptions of principals* leadership style. Discrepancies
in teachers and principals' responses served as a basis for
the development of interview questions. Subsequently each
principal and approximately 10 percent of the teachers were
interviewed. It was found that differences between
self-reported and teacher perceived leadership styles existed.
Further, it was found that little agreement existed between
principals' self-reported leadership styles and organizational
climate but agreements did exist between teachers' perception
of principals' leadership and organizational climate.
Ogbuokiri (1983) identified various characteristics of
secondary school principals and correlated them with both the
organizational climate of the schools and the dimensions of
leadership behavior of the principal as perceived by
secondary school teachers. The Organizational Climate
Description Questionnaire and the leader Behavior Description
Questionnaire were distributed to 50 principals. The
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findings revealed a significant relationship between the
organizational climate of the school and the leadership style
of the principal. The educational background of the
principal was also found to be significantly related to both
the organizational climate of the school and the leadership
style of the principal. Additionally, a significant
relationship was found between the secondary principal's
experience and the organizational climate of the school.
CONCLUSION
The most definitive conclusion to be made about the
literature reviewed, is with regard to the sparsity of
information available linking self-efficacy and perceptions
of role behavior with principal effectiveness.
Numerous scientifically oriented studies on
self-efficacy were found. The studies clearly support the
importance of self-efficacy for individual effectiveness.
Studies conducted in the field of education, however, have
been primarily limited to investigations of teachers and
students. Again, self-efficacy is regarded as essential to
high productivity. Unfortunately, the review of literature
uncovered only one study that specifically pertained to
self-efficacy among principals. Even though the results
indicated no correlation among variables, a closer
investigation of the study revealed problems with construct
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validity of the methods used to collect data.
Several studies investigated the role perceptions and
behaviors; personal characteristics; and various aspects of
principal effectiveness. Each sought to identify attributes
and constructs which might assist in the identification of
effective principals. The findings of these studies provided
concrete implications -- either direct or indirect — about
principal characteristics which appear to contribute
significantly to dimensions of effectiveness. Specifically,
the attributes of self-efficacy and perceptions of role
behavior appear to best amalgamate the numerous
characteristics presented in the literature.
The studies on school climate further offer evidence
that support the idea that the satisfaction of students and
staff is commensurate with principals' effectiveness. Many
of the studies suggested various personal characteristics of
the principal as predictors of influence on the climate.
Thus, a framework for utilizing school climate as an
evaluation for principal effectiveness has been established.
Overall, this study seeks to assist in bridging the
gap in available research data which provides the nexus
between self-efficacy, perceptions of role behavior, school
climate, student achievement and their association with
principal effectiveness. The intent is to determine the
relationship among these variables and to provide a valid




The researcher makes the assumption that effective
principals exhibit higher levels of confidence in their
ability to successfully execute the behavior required to
produce an appropriate outcome. The high self confidence
then, enables effective principals to perceive their roles
differently than their less productive colleagues. As a
result, the confidence and the role perceptions ultimately
influence the school's climate and the principal's
effectiveness, as measured by student achievement.
Definitions
Dependent Variables
1. School Climate refers to the sum of
perceptions held by persons within the
organization as related to leader
behavior and organizational relationships
(Gibson, 1973). Climate is measured by
the OCDQ-RE (Hoy & Clover, 1986) and the
OCDQ-RS (Kottkamp, Mulhern & Hoy, 1987)
Organizational Climate Description
Question revised for elementary and
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secondary schools. (See Appendix D)
2. Student Achievement refers to the academic
success of students within a given school
as measured by the Georgia Criterion
Referenced Test.
For this study, student achievement
will be measured in reading and mathematics.
Independent Variables
1. self Efficacy refers to the strong belief
in one's authority; active involvement with
staff; and belief in one's power
[persuasiveness] and ability to execute a
given course action required to deal
successfully with prospective situations.
Self-efficacy is measured by the Principal
Self-Efficacy Questionnaire. (See Appendix A)
2. Role Perception refers to the way an
individual views himself performing a
specific set of task — tolerance of
uncertainty, tolerance of freedom, role
assumption; initiation of structure;
decision making; supervision; discipline —
within the organization (Black, 1976). Role
perception is measured by the Principal




According to Bandura and Adams (1977) psychological
procedures, whatever their format, serve as ways of creating
and strengthening expectations of personal effectiveness.
Self-efficacy is concerned with judgment of the likelihood
that one can organize and execute given courses of action
required to deal with prospective situations. Perceived
self-efficacy can have diverse effects on behavior, thought
patterns, and affective arousal (Bandura, 1977). It has been
found to influence: level of performance, task choice, effort,
persistence, thought patterns, and stress reactions (Bandura/
1986). People tend to avoid tasks they believe exceed their
coping capabilities, but they undertake and perform assuredly
activities they judge themselves capable of managing
(Bandura, 1977). Self-judged efficacy also determines how
much effort people will expend and how long they will persist
in the face of obstacles and aversive experiences. The
stronger the perceived self-efficacy, the more vigorous and
persistent are their efforts (Brown & Inouye, 1978; Schunk,
1979; Bandura, 1980). Those who persist in subjectively
threatening activities will eventually eliminate their
inhibitions through corrective experience, whereas those who
avoid what they fear, or who cease their coping efforts
prematurely, will retain their self-debilitating expectations
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and defensive behavior. Unlike broader trait conceptions
such as locus of control, self-efficacy theory refers to
expectations about very specific interactions with one's
environment (Goldfried and Robins, 1982).
When viewed from an educational perspective, patterns
of self-efficacy are apparent with regard to effective
principal behaviors. Blumberg and Greenfield (1980)
suggested that principals who lead appear to be characterized
by a relatively high degree of ontological security. Their
sense of themselves as people and what it is they are about
seems rather highly developed. It is not a matter of
question with them. This facet of the leading principal's
life enables him/her to confront day-to-day relations with
others both inside and outside the system boundaries without
feeling threatened.
According to Abraham Zaleznik (19 66) :
The exercise of leadership requires a
strong sense of identity — knowing who one
is and who one is not. The myth of the value
of being an all around guy is damaging to the
striving of an individual to locate himself
from within and then place himself in relation
to others. This active location and placement
of oneself prevents the individual from being
44
defined by others in uncongenial terms. It
prevents him also from being buffeted around
the sea of opinion he must live within. A
sense of autonomy, separateness, or identity
permits a freedom of action and thinking so
necessary for leadership (pp. 41-42).
Goodlad (1984) in his studies found striking
differences in perceptions of professional power and
autonomy between principals of schools perceived by
teachers to be "more and less satisfying." Goodlad stated:
Principals of schools that teachers
found "more satisfying" felt themselves to be
significantly more in control of their own use
of time and to have more influence over
decisions regarding their own schools than did
principals of schools perceived by teachers as
"less satisfying." Without exception, the
principals of the "more satisfying schools saw
the amount of influence they had as congruent
with the amount of influence they thought
principals should have (p. 179).
Manasse (1982) contends that while some principals may
see themselves as having little authority or discretion,
caught in the middle between district regulations and
constraints and the need of students and staff, several
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studies have found that principals' authority depends heavily
on the use that principals make of the decision-making
opportunities that do exist. Their sense of security allows
them the freedom to make appropriate decisions without fears
of failure. As a result, effective principals often operate
outside the bureaucratic channels in order to achieve their
end of raising student achievement (Steller, 1988). This is
referred to in the literature as "creative insubordination,"
the wisdom of knowing where and how to disobey in order to
protect the integrity and operation of the local school, and
-js the most interesting use of discretion. Effective
principals' relationship then, with district staff may be
very close to quite distant, depending largely on the
perceived value of the district staff in helping to achieve
priority school goals. Whereas, typical principals in
contrast, appear to be much more responsive to the demands
of district administration (Chesler, Schmuck & Lippitt,
1975) . ' .acing expressed district priorities ahead of school
priorities (Leithwood & Montgomery, 1982).
According to a 1976 survey of principals, conducted
by the Chicago Tribune in that city, the 10 most effective
principals saw no lack of authority. Whereas the majority
of the principals saw themselves as "toothless tigers."
Commenting on the survey, McPherson and Crowson (1987)
concluded;
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The majority of principals in the city
were constrained by the system, rendered
frustrated and ineffective by a multitude of
pressures they could not control or use; in
contrast, a modest
number of their colleagues were not
constrained by the same system. Obedience to
the system yield constraints, and
ineffectiveness while affiliation with the
local school is associated with discretion and
effectiveness (pp. 130-131).
Rotter (1966) placed considerable emphasis on the
individual's belief that he can control, to a certain degree,
his own destiny as a requirement for dealing effective with
the environment. Research with Introversion — Extroversion,
supports the hypothesis that an individual who strongly
believes he has some control, will have certain strengths.
He is likely to be more alert to those aspects of the
environment which provides useful information for his future
behavior and to take steps to improve his environment
positively. He also places greater value on skill or
achievement and reenforcement; is more concerned with his
ability level — particularly his failure — and tends to
resist subtle attempts to influence his judgment.
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Another frequently observed characteristic of the
highly productive individual is his independence. Webster
defines independence as freedom from the influence, control
or determination of others. This definition implies an
ability to discriminate among objects, person or alternatives
and to come to one's own appropriate decision or solution of
problems. The productive person, in order to solve a
problem effectively, must not only be able to perceive and
appraise all aspects of it accurately, but must then reach an
autonomous, unbiased decision based both on his own
perceptions and on the information which he can bring to bear.
At a functional level he must to some extent disturb the
status quo, since to contribute anything new to society he
must be able to think and act differently from those around
him. Hence, the productive person must, above all, have
confidence in his perceptions, values, and judgment. He must
be prepared to defend his position, often in the face of
considerable opposition and criticism; he must be sufficiently
free of anxiety to pursue his course despite criticism
(Gilmore, 1974).
Bogue reflects;
Is it possible that [an] edge of
arrogance may be required to fortify leader
personality against an inevitable assault of
cynicism and criticism?... Perhaps it is not
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the edge of arrogance that is required, but
simply a quiet confidence, a confidence
earned through taking a risk in previous
decisions. Thus, through success and
failure, the leader learns a little more
about his strengths and limitations. One
remains a leader only by being willing to
take risk in ventures that may result in
both satisfying and painful outcomes
(p. 86).
Likewise, effective principals understand the
importance of symbolic leadership, and they are aware of the
organizational and institutional settings in which they
operate. Though they exhibit a wide range of personal
leadership styles, effective principals are likely to have a
clear sense of their own strengths and weaknesses; high
energy levels; strong communications, analytic and human
relations skills; and a high tolerance for stress
(Manasse, 1985).
High tolerance for ambiguity is another characteristic
of effective principals. Blumberg and Greenfield (1980)
suggest that in a system that is as loosely coupled as the
schools, the ability to tolerate a large amount of
ambiguity relative to both the task and to relationships
with others would appear to be highly important. This
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quality is [too] related to the individual's self security.
That is, if the system is ambiguous and a principal's
self-security is low, then the ambiguity is likely to
become a source of high personal tension. One would expect
a principal whose tolerance for ambiguity is low, to avoid
specifically those situations and ideas that might contain
the seeds of productive change in a school, because those
situations and ideas may create more ambiguity. Also such
principals probably would spend a great deal of time in
routine administrative affairs, not attempting to lead
(Blxomberg & Greenfield, 1980) .
Effective principals seem to approach problems
situations from a highly analytical perspective. They are
able to stand back for a moment and not become
immediately consumed by the problem situation itself. It
seems to be a question of their initial impulse when
confronted by a probljsmatic situation (Blumberg & Greenfield,
1980). They are objective in their perceptions and
interpretations and are able to see patterns in data
collected over a period of time and from a variety of
sources. With relatively accurate and complete information,
they use their analytic skills to match needs and resources,
to weigh conflicting demands and expectations, and to
balance priorities. As a result of their analyses, they
develop action plans and strategies to implement them
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(Manasse, 1985). Moreover, the productive person
characteristically copes with events, objects and problems
in such a way that the results of his efforts will be
commensurate with his purpose and goals. This capacity
to maintain control over the outcome of his own efforts
is expressed in two areas. First, he controls his own
impulse; he avoids purposeless activities, reduces false
beginnings and costly errors to a minimum, and resist the
temptations to make hasty decisions. Second, he has the
capacity to control the situations by simplifying and
organizing masses of disparate information so that the
problem or situation is more manageable and amenable to
solutions. It is the control that enables him both to
predict and to determine his own success. The person who
can direct and control his perceptual and cognitive skills,
is more likely to be productive than the one whose impulse
controls his actions (Gilmore, 1974).
Studies in areas of productivity also indicate that
the productive person is characterized by a high level of
aspiration. When one projects himself into the future, he
must have some anticipation of results. The dynamics of
aspiration involves hope, faith and expectancy. In coping
with daily problems, an individual must be able to act with
the confidence that a solution can ultimately be found for
a confronting situation. He must be able to hope that his
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evaluation procedures and subsequent actions will contribute
to ultimate solution, or that an anticipated goal will be
reached and rewarded (Gilmore, 1974).
Successful school administrators recognize the
importance of caring for others by encouraging people to
turn their mistakes and failures into accomplishments.
Caring for others means devoting time and interest to the
well-being and future growth of those around us. It means
taking time to actively listen even when there are many
other things to do (Fuhr, 1989). Effective principals seek
staff advice on important issues (McGeown, 1979), encourage
participation early in the decision making process (Emrick,
1977) and continuously through the period of program
improvement (Leithwood, & Montgomery, 1982). They attempt
to develop trust among their faculty, frequently using
informal person to person methods to do this. And they make
themselves available as sounding boards for teachers'
problems or new ideas (Chester, Schmuck & Lippitt, 1975;
Reimhardt, 1979; Leithwood & Montgomery, 1982). With regard
to interpersonal needs and relations, Blumberg and Greenfield
(1980) further suggested several notions regarding effective
principals:
1. They appear to have high need to control
situation and low need to be controlled by
others. They rather like being in charge of
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things, proposing ideas, and initiating
action. They strongly dislike it, and tend
to reject it, when constraints are proposed
on their prerogatives, or their freedom of
action and initiative is restricted in any
way. They prefer to find their own solution
to ambiguous problems than to be told how to
do it by others, particularly their
organizational superiors.
2. These principals seem to have rather high needs
to include others in projects or in problem
solving, and moderate to high needs to want
others to include them. Part of their analytic
stance toward problem solving is to make sure
that those who are involved in the consequence
of decisions be involved in making them. Thus,
they are not "loners," controlling things and
making decisions from the confines of their
office. More often than not they are found
out in their school talking with teachers and
with students.
3. Principals who lead tend to have a rather high
need both to express warmth and affection
towards others, and to receive it. It is not
so much that they are "warm fuzzy-wuzzies" to
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the exclusion of any thing else. Clearly
this is not the case. But, when they
interact with teachers in their school,
there is a large amount of friendliness
and good-natured fellowship. These
principals are not standoffish (pp. 248-249).
Thus, effective principals exhibit attributes
profoundly related to their sense of self-efficacy. These
attributes impact greatly on their perceptions of their role
and the functions they ultimately perform.
Role Perceptions
The perceptions and feelings of an individual, in the
context of the organizational structure are important
factors in determining how he perceives his role. Those who
believe that their destiny is within their own control are
more likely to act strongly and to test the system's
tolerance for diversity than are principals who believe that
their fate is determined by forces beyond their control
(Persell & Cookson, 1982). According to Sarason (1971) to
understand diversity in role conceptions and performance,
requires we look at factors ordinarily relegated to a
secondary status when we think in terms of the school or
the culture of the school. The factor Sarason suggested,
which has emerged rather clearly from research concerns the
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degree to which the principal feels that he is what he is
as a person because of forces external to him in contrast
to those he perceives as internal. That is to say, there
are principals who act as if they are primarily in control
of their destiny, and there are those who act as if what
they have been, are, and will be are largely a function of
external conditions and forces over which they have little
control.
Research supports the idea that role ambiguity is
prevalent within the context of principalship. According to
the National Association of Secondary School Principals
survey (1978) even the most effective principals consider
ambiguity about role expectations to be a major source of
frustration in their job. Manasse (1985) , however, suggest
that within the ambiguous context of conflicting demands,
effective principals have an underlying picture of their
schools as they want them to be and specific goals and
strategies designed to achieve that picture. Thev "rderstand
their own leadership roles in generating commitm.-- . those
goals. They are actively involved in classroom instructional
activities. They use their persuasiveness to marshal
resources from both the internal and external environment.
Their sense of control enables them to create a structure of
order which presents the enactment of a governance system
which is described as "fair, firm and most of all
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consistent" — indicating a system whose discipline and
sanctions, as well as, rewards are handed down evenhandedly
and where students and faculty know also that exceptions
are rarely, if ever made (lanne, 1980). They recognize
that they must play the role of both coach and quarterback.
According to Blumberg and Greenfield (1980) a basic
understanding of the demands of the role is requisite to a
principal's making the choice necessary to carry out that
role effectively. They state: "many principals attempt to
do everything and in so doing, often fail to do little well.
Those with the courage to make some critical choices about
which role dimensions to emphasize tend to be those who
believe they are making a difference in their schools"
(p. 16).
School Climate
The principal's self-perceptions and role perceptions
influence his/her leadership styles. The styles and
behaviors the principal ultimately employs determines tone
or the personality of the climate within school.
School climate, like the climate of any other
organization, determines whether the school can achieve
excellence or will flounder ineffectively (Gottfredson &
Hallifield, 1988). Organizational climate according to
Gibson (1973) is the sum of perceptions held by persons
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within the organization as related to leader behavior and
organizational relationships. These perceptions are
strongly influenced by the leadership practices of the
administrator; indeed the single most important individual
in affecting the climate of the school is the principal.
It is the principal whose leadership practices set the stage
for the normative and behavioral structure of the informal
organization (Hoy & Clover, 1986).
According to Anderson (1964) studies that examine
relationships between characteristics of the principal and
the climate of the school often indicate that in comparison
with closed schools, open schools have stronger principals
who are more confident, self secure, cheerful, sociable and
resourceful. These variables, again have close ties with
the concept of self-efficacy and further support the
usefulness of climate indexes as an evaluation instrvunent
for effectiveness.
Student Achievement
As stated in Chapter I, student achievement as
measured by standardized test scores, has been used since
the 1960s as an indicator of the quality of education.
Since most evaluation procedures are limited in their
ability to effectively and fairly judge an educational
system, the use of test scores has emerged as the most
convenient and uniform method of assessing the academic needs
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of students. As a result, achievement scores are routinely
used to evaluate the effectiveness of both school districts
and principals.
CONCLUSION
It is evident that the attributes and functions of a
principal, which researchers and practitioners alike have
labeled as effective, are closely aligned with the concepts
of self-efficacy and impact greatly the course of action an
individual will pursue and the behavior he employs in a
given situation. Thus, self-efficacy and role perceptions
appear to be attributes that can be utilized, in conjunction
with school climate, in determining principal effectiveness.
NULL HYPOTHESES
The assumptions and the proposed relationships among
the variables suggest the following hypotheses;
1. There is no significant relationship between
principal self-efficacy and student
achievement in reading.
2. There is no significant relationship between
principal self-efficacy and student achievement
in mathematics.
3. There is no significant relationship between
the role perceptions of the principal and student
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achievement in both reading and mathematics.
4. There is no significant relationship between
principal's self-efficacy and his/her school
climate.
5. There is no significant relationship between
principal's role perceptions and his/her
school climate.
6. There is no significant relationship between
principal self-efficacy and role
perceptions.
7. There is no significant relationship between
student achievement in reading and school
climate.
8. There is no significant relationship between
student achievement in mathematics and school
climate.
RESEARCH QUESTIONS
Principal effectiveness and school climate was also
analyzed on the bases of certain demographic characteristics
of the principal. The following research questions were
used to guide the study;
1. Is there a relationship between the sex
of the principals and; (A) climate; (B)
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student achievement in reading and
mathematics; (C) self-efficacy; (D) role
perceptions?
2. Is there a relationship between the age
of the principal and; (A) climate; (B)
student achievement in reading and
mathematics; (C) self-efficacy; (D) role
perceptions?
3. Is there a relationship between educational
background and: (A) climate; (B) student
achievement in reading and mathematics; (C)
self-efficacy; (D) role perceptions?
4. Is there a relationship between experience
as principal and: (A) climate; (B) student
achievement in reading and mathematics; (C)
self-efficacy; (D) role perceptions?
5. Is there a relationship between years of
experience as assistant principal and; (A)
climate; (B) student achievement in reading
and mathematics; (C) self-efficacy role
perceptions?
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6. Is there a relationship between years of
experience as a teacher and: (A) climate;
(B) student achievement in reading and




This chapter presents the format by which the data
for this study was collected.
Population/Sample
This study was conducted in the Bibb County (Georgia)
School District. The system is comprised of thirty-two (32)
elementary, four (4) middle and two (2) high schools. The
principals and their teachers of the elementary and middle
schools served as the population, with the exclusion of
schools where principals were new to the building. A total
of 34 schools received the survey packet. Eighteen
principals and 183 teachers responded.
Student Achievement
Test scores were collected for the 18 participating
schools from the Georgia State Department of Education for
the academic year 1988-89. The instruments used were the
Georgia Criterion Referenced Test for grades 3 and 8. The
socioeconomic variances were controlled by using the
percentage of students receiving free or reduced lunch




The instrviment used to measure self-efficacy was
developed by the researcher (See Appendix B). Upon reviewing
available literature, an initial list of statements were
developed, based on the definition utilized in the study. A
panel of experts was assembled to determine the content
validity and the extent to which the items measure the
objective of the study. The panel rated each item on a
Likert scale of one through five (poor to good). All items
with a mean score of less than 3.0 were either rewritten or
deleted from the instrviment based on the comments provided.
After the development of the final instr\ament a pilot
test was conducted to determine clarity and content validity.
The test was conducted among a random selection of 34
principals. The method used to determine the construct
validity was Pearson r correlation and regression analysis.
A multiple R of . 99997 indicated that the instrvunent was
valid. (See Appendix E)
The Principal Self-Efficacy instrument consisted of 47
items designed to measure the components of self-efficacy as
revealed in the literature and defined for the study in
Chapter III. The instrument items were designed to be rated
on a five-point scale ranging from "strongly agree" to
'Strongly disagree." The scoring ranged from 5 to 1 with
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questions 3 , 1, 9, 12, 13 , 14 , 15 , 16, 20, 22, 23 , 24, 25,
26, 27, 28, 29, 30, 31, 32, 37, 39, 43, 44, 45, and 46 being
scored inversely. The higher the mean score for the 47
items, the higher the self-efficacy.
Role Perception Data
The instrxament used to evaluate role perception was
the Principal Perception Inventory (P.P.I.) developed by
Black (Temple University, 1976) (See Appendix C).
This instrument consists of two sections. Part I
contains 4 sub-parts (selected by Black) of the L.B.D.Q. XII,
developed by Ohio State University. The subparts are;
1. Tolerance of Freedom; Allows followers scope
for initiative, decisions and action.;
2. Tolerance of Uncertainty; is able to tolerate
uncertainty and postponements without anxiety.
3. Role Assumption; Actively exercise the
leadership role rather than surrendering
leadership to others.
4. Initiation of Structure; clearly defines own role
and lets followers know what is expected.
(Stogdill, 1963).
Part II of the Principal Inventory was developed by





The response to the P.P.I. questionnaire describes the
behavior principals perceive as appropriate to their role
within the present organizational structure of the school.
Part I of the P.P.I. is composed of forty questions;
Part II is composed of thirty questions. A Likert scale
requiring each principal to respond (A) Always, (B) Often,
(C) Occasionally, (D) Seldom, or (E) Never, was used for Part
I. Again, a Likert scale was employed to measure responses
for Part II. Each principal was asked to indicate the
strength of agreement with each question from (A) Strongly
Agree, to (E) Disagree. Point values were assigned to each
possible response in both parts. A five point value was
assigned to (A) and a one point value was assigned to (E).
Twelve questions in Part I and seven questions in Part II
were inverted before scoring (Black, 1986).
The correlation of the sub-variables of the instrument,
with the overall score for the instrument, revealed a very
high level of construct validity with correlation
coefficients of .95 and over (See Appendix F). These
correlations conducted with the sample, indicate that the
instrxament was valid for the sample.
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School Climate Date
The instrvunent used to assess the climate of each
school was the Rutgers University Revised Organizational
Climate Description Questionnaire for elementary OCDQ-RE
(Hoy & Clover, 1986), and secondary school OCDQ-RS
(Kottkamp, Mulhern, & Hoy, 1987). (See Appendix E).
The elementary school version is a forty-two item
instrvunent with subtests that describe the leader
behavior — supportive, directive, and restrictive.
Likewise, three critical aspects of teacher behavior are
identified — collegial, intimate and disengaged teacher
behavior (Hoy & Miskel, 1987). The instrument has two
general factors — a m.easure of openness or closedness
of teacher-principal behavior. This combination produces
four climate prototypes — open, engaged disengaged, and
closed (Hoy & Miskel, 1987).
The secondary school version is a thirty-four item
climate instrvunent constructed to describe the behavior of
secondary teachers and principals. The instrvunent is
composed of five dimensions — two of the dimensions describe
principal behavior and the other three focus on teacher
behavior.
To score the instrvunent, items were grouped according
to the sub-variables. A value of 1 was assigned to "Rarely
Occurs" with the value of 4 being assigned to "Very Ofteh
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Occurs." For the subjects in each school, the scores for
each item were averaged across individuals, giving each
school a mean score for each item. The mean scores for each
of the sub-variables were then sianmed to produce a mean
school score for each sub-variable. The higher the score on
each dimension the stronger that property for the school.
Data Collection
Due to its versatility and adaptability, the survey
technique was employed to generate the findings. The Deputy
Superintendent of the Bibb County School district was
contacted to solicit his support for involvement of the
district in the study. A formal letter was forwarded to the
Superintendent for elementary and secondary education.
Included in the letter were samples of all instriments to be
used. The researcher received from the Deputy Superintendent
a mailing list of all schools.
A participant packet, containing OCDQ's, the P.P.Q,,
the P.P.I., a demographic sheet, directions, and a token of
appreciation was mailed to those principals eligible for the
study. Reminder notices were mailed three weeks later. The
OCDQ-RE or OCDQ-RS was administered to 20-50 percent
(randomly selected) of the teachers in each participating
building.
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The survey was conducted during September and October
of the 1989-90 school year. Of the 34 packets mailed, 18
usable packets were returned for an overall return rate of
52%.
Data Analysis
To determine the strength of the relationship between
the independent and dependent variables the Pearson r
correlation analysis was employed. Absolute values were used
to analyze the results.
Research Codes
For computer purposes the following codes were used to
identify the variables and sub-variables utilized in this
study.
SEX - Sex of the principal
AGE - Age of the principal
ED - Educational level of the principal
YP - Years of experience as principal
YA - Years of experience as assistant principal
YT - Years of experience as teacher
ROLEP - Role perception
TOU - Tolerance of uncertainty
TOF - Tolerance of freedom
RA - Role assumption
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lOS - Initiation of structure
DM - Decision making
SUP - Supervision
DIS - Discipline
SCAl - Reading test scores
SCA2 - Mathematics test scores




The findings of this study along with the data used for
this purpose are presented and analyzed in the chapter. The
data gathered from the survey responses along with levels of
significance are presented in Tables 1-9. Results are
analyzed with respect to six hypotheses which are stated in
the operational null. The findings with regard to the eight
research questions posed by the study are also analyzed.
Additionally, the data presented was further analyzed with
regard to role perception, to determine the relationship
between the sub-variables and the independent, dependent and
biographical variables.
Findings:
Hypothesis 1; There is no significant
relationship between principal
self-efficacy and student achievement
in reading.
A statistical analysis of the data on self-efficacy is
presented in Table 1. The table docviments no significant
relationship between principal self-efficacy and the
achievement of students in reading. Given this outcome, the
null hypothesis is affirmed.
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Hypothesis 2; There is no significant
relationship between principal
self-efficacy and student achievement
in mathematics.
A statistical analysis of the data is presented in
Table 1. As observed, no significant relationship could be
identified between principal self-efficacy and student
achievement in mathematics. Without a significant
relationship between the variables, the null hypothesis is
affirmed.
TABLE 1

























H'visothesis 3; There is no significant
relationship between the role perceptions
of the principal and student achievement
in both reading and mathematics.
As indicated in Table 2, the statistical analysis
revealed a strong relationship between principal role
perceptions and student achievement in both reading and
mathematics. Given this outcome, the null hypothesis is
rejected. The results would indicate that a principal's
perceived functions as an administrator impacts
significantly on the output of the school.
Hypothesis 4; There is no significant
relationship between principal's self-efficacy
and school climate.
As outlined in Table 1, no significant relationship
was found between self-efficacy and school climate.
Therefore, the null hypothesis was affirmed.
Hypothesis 5; There is no significant
relationship between principal's role
perceptions and his/her school's climate.
The statistical analysis presented in Table 2
documents no significant relationship between principal's




























Hypothesis 6; There is no significant
relationship between principal self-efficacy
and principal role perceptions.
The statistical findings presented in Table 1,
indicated no significant relationship between principal
self-efficacy and principal role perceptions. The null
hypothesis is» therefore, affirmed.
73
Hypothesis 7; There is no significant
relationship between student achievement
in reading and school climate.
As presented in Table 3, the statistical analysis
reveals a strong relationship between student achievement in
reading and school climate. The significant finding gives
cause to reject the null hypothesis. The results would
indicate that student achievement in reading is significantly
influenced by the climate of the organization.
Hypothesis 8; There is no significant
relationship between student achievement
in mathematics and school climate.
The statistical analysis presented in Table 3
dociaments a strong relationship between student achievement
in mathematics and school climate. Given this outcome, the
null hypothesis is rejected. The results would indicate
that the climate of a school has a significant impact on
student achievement in mathematics.
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Question 1; Is there a relationship between
the sex of the principal and: (A) climate;
(B) student achievement in reading and
mathematics; (C) self-efficacy; (D) role
perception?
Analysis of the results presented in Table 4 indicates






















Question 2; Is there a relationship between
the age of the principal and (A) climate;
(B) student achievement in reading and
mathematics; (C) self-efficacy; (d) role
perception?
The data presented in Table 5 reveals no significant
relationship between age of principal and school climate.
Likewise, no significant relationships were found between






















Question 3; Is there a relationship between
the educational background of the principal
and: (A) climate; (B) student achievement in
reading and mathematics; (C) self-efficacy;
(D) role perceptions?
The findings presented in Table 6 suggest no significant
relationship exist between principal educational levels and
climate, nor with student achievement or self-efficacy.
However, the study does reveal a significant relationship,
between the educational level of the principal and role






















Question 4; Is there a relationship between
experience as principal and: (A) climate; (B)
student achievement in reading and mathematics;
(C) self-efficacy; (D) role perceptions?
The statistical analysis presented in Table 7 indicates
no significant relationship between experience as a principal
and the four stated variables.
TABLE 7
CORRELATION COEFFICIENTS FOR YEARS
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Question 5; Is there a relationship between
experience as an assistant principal and:
(A) climate; (B) student achievement in
reading and mathematics; (C) self-efficacy;
(D) role perception?
As presented in Table 8, no relationship was found
between experience as an assistant principal and
self-efficacy nor with climate. A significant relationship,
however, was found between experience as assistant principal
and student achievement and role perceptions. It should be
noted that these significant relationships are all inverse.
TABLE 8
CORRELATION COEFFICIENTS FOR


















Question 6; Is there a relationship between
years of experience as a teacher and: (A)
climate; (B) student achievement in reading
and mathematics; (C) self-efficacy; (D) role
perceptions?
The data presented in Table 9 suggest no significant
relationship between principal's years of experience as a





















SUMMARY, IMPLICATIONS AND RECOmENDATIONS
This chapter sununarizes the purpose of this study,
states the implications drawn from the findings and presents
recommendations for further research.
SUMMARY
The purpose of this study was to determine the
relationship of principal effectiveness to principal
self-efficacy and role perceptions, using two commonly used
organizational factors -- school climate and student
achievement.
The researcher hypothesized that the productivity of a
principal is determined by certain personal attributes which
impact on role perception. The effectiveness is thus,
manifested in organizational outputs such as climate and
student achievement.
The literature supports the hypothesis by revealing
strong relationships between self-efficacy and productive
outcomes, regardless to the field of endeavor. High teacher
and student self-efficacy were always associated with high
productivity. The scarcity of research relative to principal
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self-efficacy prompted this study.
To facilitate the study, the researcher developed
and field tested an instrument to measure principal
self-efficacy. The instrument was developed based on the
literature and evaluated by a panel of experts. The final
draft of the instrument was field tested among a random
selection of 34 principals. Using Pearson r correlation and
regression analysis, the instr\mient was analyzed and found
to have a Multiple R of .99997.
The Principal Self-efficacy Inventory and the
Principal Perception Inventory (Black, 1986), along with a
demographic sheet were employed to collect principal data.
The OCDQ-RE and the OCDQ-RS were utilized to collect data
regarding school climate. Student achievement scores for
appropriate schools and year were obtained from the State
Department of Education.
The method of data collection was a mall survey
administered in September and October of 1989. Thirty-four
elementary and middle school principals were mailed packets.
Eighteen usable packets were returned for an overall return
rate of 52%.
Data were analyzed using the Pearson r correlation.
The results of the findings are briefly stated below.
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1. No significant relationship was found
between principal self-efficacy and student
achievement.
2. The relationship between principal role
perceptions and student achievement was
found to be significant.
3. A relationship between self-efficacy and
school climate was not found.
4. No significant relationship was found
between role perception and school climate.
5. No significant relationship was found
between self-efficacy and 'cle perceptions.
6. A strong relationship between student
achievement in reading and climate was
indicated.
7. A strong relationship was also found between
student achievement in mathematics and
climate.
Research questions were also used to draw
correlations between the research variables and certain
demographic information obtained from the participants.
The results are briefly stated below.
1. No significant relationships were found
to be related to the sex of the
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principal and the four variables.
2. No significant relationship was found
between age and the four stated variables.
3. The data revealed a significant
relationship between the educational
level of the principal and role
perceptions.
4. No significant relationships were found
between experience and the four stated
variables.
5. Correlations were found between experience
as an assistant principal and student
achievement as well as role perceptions.
The relationship, however, was inverse.
6. Student achievement and climate were not
found to be significantly correlated to
a principal's years of experience as a
teacher.
IMPLICATIONS
The implications presented were based on the findings
revealed from the analysis of data. They are centered on the
four variables — self-efficacy, role perceptions, school
climate and student achievement — utilized for this study.
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As revealed in Chapter III, the literature is replete
with evidence that the personal attributes of a principal
are closely aligned with the concept of self-efficacy and
principal effectiveness. Therefore, it was predicted for
this study that principal self-efficacy was related to his/
her school's climate and student achievement. Although
research and theoretical implications suggest such a
relationship, the findings of this study did not support the
hypothesis. One reason for this outcome may be due to the
small number of responses and the high mean score which
resulted. As a result, there were no significant variations
among scores (See Appendix G), to establish a correlation
among the other study variables. Nevertheless, in social
research, it is difficult to identity all of the variables
which comprise an attribute such as self-efficacy. The
difficulty in measuring a social psychological concept has
hindered investigations with regard to principals. Thus, the
state of the art of measurement has hampered progress. This,
study provides the foundation for further refinement and
validation of an instrximent which can assist in providing
essential data relative to self-efficacy and principal
effectiveness.
The importance of principal role perceptions was
affirmed through the significant relationships found with
student achievement. Given the fact that student achievement
is the most important output of the school organization, the
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role perceptions of the principal appear to be a significant
factor in determining the effectiveness of the school
administrator. According to Blumberg and Greenfield (1982)
how principals think of their role and the concepts held by
others of the principalship, can be a crucial determinant to
their on-the-job behavior, their frustrations and satisfaction
in the role and their failure or success as principal.
Likewise, Getzel and Guba (1957) in their Social System Model
gives considerable emphasis to role definition and
clarification as a component of organizational effectiveness.
Manasse (1985) contends that effective principals understand
their own leadership roles in generating commitment to
[educational] goals. They are actively involved in classroom
instructional activities. They use their persuasiveness to
marshal resources from both the internal and external
environment. Therefore, principals who get better results,
tend to have a better understanding of their own roles; as a
result, they operate an effective communication system with
students and staff which provides for role definition and
clarification as well as participation in the decision making
process. The climate generated through effective
communication, enhances both teaching and learning — yielding
high output (See Appendix H).
Specific factors which promote effective role
perceptions were not delineated in this study. However,
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correlations with the personal data variables revealed a
significant relationship between the educational level of the
principal and role perceptions. The implications is that
principals who involve themselves in continued education,
gain greater insight and/or enlightenment as to their role
through the academic and intellectual training, as well as
through the exposure to and interaction with other
professionals.
As an interesting footnote to the study the correlation
of personal data variables also revealed a strong inverse
relationship between principal's years of experience as an
assistant principal to both student achievement and role
perceptions. It is perceived that this is due to the lack of
well defined and meaningful parameters with regard to the
assistant principal position. As a result, individuals held
in the position for extended tenure may tend to become more
socialized to the prevailing organization and management
styles of the principal, with little opportunity to explore
and exercise his/her own management skills. Generally, with
the exception of discipline, assistant principals are rarely
exposed to the panorama of decision making issues in the
school. The longer the tenure as assistant principal the more
the situation tends to provide a false sense of security and
skill. Their experiences are generally limited to a very
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narrow view of administration — focusing on the
bureaucratic aspects, rather than the creative dimensions
of leadership. Thus, as principals, they are inclined to
be more rigid in their management style — following in the
footstep of the previous supervisor — less innovative in
organizational development and less accommodating regard to
new ideas. Fullan (1982) warns that principals who operate
mainly as administrators and as ad hoc crisis managers are
not effective in helping to bring about changes in their
schools.
The generally accepted relationship between school
climate and student achievement was also confirmed by this
study (See Appendix I and Appendix J). The relationship has
been thoroughly docvimented beginning with Ron Edmond (1979)
and the Effective School research to present day. According
to Gottfredson and Hallifield (1988) school climate...
determines whether the school can achieve excellence or will
flounder ineffectively. Although the nexus between the
principal and school climate has been thoroughly
substantiated through research and theoretical implications,
this study did not support a relationship between climate and
principal role perceptions. Nevertheless, a relationship was
drawn between principal role perceptions and student
achievement. Thus, one can infer the possible relationship
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between personal attributes such as role perceptions, to the
principal's influence on the school climate.
RECOMMENDATIONS
The researcher presents the following recommendations
for consideration:
1. Professional development opportunities should be
provided to assist principals in defining and expanding their
role perceptions.
2. Professional development opportunities should be
provided to assist principals in monitoring and assessing the
climate of their school. In addition, principals should be
trained to utilize climate information to adjust leadership
sty.les and organizational factors to enhance a school climate
conducive to both teaching and learning.
3. To assist principals, a framework for uniform role
expectations should be developed both at the local and state
level.
4. Local and state agencies should provide greater
incentives to principals for continuing education. This may
be accomplished through, various means such as acquisition
of higher degrees, meaningful staff development,
inter-district visitation opportunities, and attendance at
state and national professional conferences.
5. Local and state agencies should provide special
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professional development opportunities for individuals
assigned to principal positions who have held assistant
principal positions for extended time. The staff development
opportunities should specifically focus on helping former
assistant principals to make the transition to principalship.
RECOMMENDATIONS FOR FURTHER RESEARCH
In an attempt to gain further insight into the
attributes of effective principals, the following
recommendations are made for future study:
1. Further investigation into the concept
of self-efficacy with regard to principals
should be undertaken. Specifically, a
duplication of the study should be undertaken,
utilizing a larger population.
2. Additional field testing and refinement of
present Principal Self-Efficacy instr\iment.
3. Further investigation into the personal
attributes of leaders and their impact on
principal effectiveness.
4. Investigation into the factors which influence
role perceptions of principals.
5. Investigation into the role perception factors
which influence school climate.
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6. Further investigation into the relationship
between years of experience as assistant
principal and principal effectiveness.
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Please Indicate the degree to which you agree or disagree with








Socialization with my staff Is
Important. SA MA U MD SD
Faculty members should be encouraged
to take leadership roles.- SA MA u MD SD
I avoid involvement In the personal
problems of my staff. SA MA u MD SD
It Is Important that I be Involved
In conducting demonstration lessons
for my teachers. SA MA u MD SD
I am comfortable In dealing with
all members of my staff. SA MA u MD SD
If my teachers exhibit low morale
It Is the results of my management
style. SA MA u MD SD
If discipline Is poor In the school
It Is because of the legal and Job
restrictions placed on the principal's
author1ty. SA MA u MD SD
It Is Important for principals to
work with teachers In diagnosing
student learning difficulties. SA MA u MD SD
9 Observation and participation in
classroom activities should be less
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frequent with veteran teachers. SA MA U MD SD
10. Teachers should be Involved In
the selection of new personnel. SA MA U MD SD
11. My professional training Is adequate
to support my role as principal. SA MA U MD SD
12. The lack of adequate support from
central office hinders my
effectiveness. SA MA U MD SD
13. Legal Issues allow Incompetent teacher
to remain In the classroom. SA MA U MD SD
14. It Is often necessary to compromise
with parents to avoid further
confrontations. SA MA U MD SD
15. Principals are increasingly losing
control over the dally operations of
the school. SA MA U MD SD
16. The threat of legal confrontations
negate the authority of the principal. SA MA U MD SD
17. When In error I readily accept blame
for the outcome. SA MA U MD SD
18. In any given situation I am confident
that my staff and community will
support my action. SA MA U MD SD
19. In Implementing a new program or
procedure. It Is better to get
forgiveness (from superiors) than
to get approval. SA MA U MD SD
20. I feel a sense of anxiety when
directions from central office
appear ambiguous. SA MA U MD SD
21. In an emergency I seek the advice -of
others before making a decisions. SA MA U MD SD
22. When students are not disciplined at
home It Is unlikely they can be
disciplined at school. SA MA U MO SO
■<^23 When my students score low on
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standardized test it Is usually
related to the social problems
of the student. SA MA U MD SD
Resources provided to the school
by parent organizations should be
the discretion of the organization. SA MA U MD SD
An Incompetent tenured teacher Is
virtually Impossible to dismiss. SA MA U MD SD
26. Inconsistent Board procedures or
policies contributes to the stress
I experience which cause me to be
less effective. SA MA U MD SD
27. The bureaucratic structure of the
system Is a hindrance to my
leadership effectiveness. SA MA U MD SD
28. The politics of the Board of
Education limits the control
I have over the day-to-day
operations of ray school. SA MA u MD SD
29. The empowerment of teachers threatens
the authority of the principal. SA MA u MD SD
30. Principals who are Intensely
Involved In Instructional matters
forfeit more of their administrative
author 1ty. SA MA u MD SD
31. Parent Involvement In the school
decreases the authority of the
principal. SA MA u MD SD
32. It is Important to adhere to central
office demands. SA MA u MD SD
33. Principals have great Influence over
the achievement of students. SA MA a MD SD
34. I represent the -Interest of my staff
when dealing with central office. SA MA u MD SD
3S. Organizational rules and regulations
may be flexibly applied when staff
morale Is more Important. SA MA u MD SD
36. Principals are free to shape their
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Job In their own Image. SA MA U MO SD
37. The lack of available resources
Impact adversely on the achievement
of my students. SA MA U MD SD
38. My recommendations for staff
positions supersede the
recommendations of others. SA MA U MD SD
39. Teachers typically spend too much
time off task. SA MA U MD SD
40. I have control over decisions
regarding my own school. SA MA U MD SD
41 . I a.Ti usually In control of my own
time. SA MA U MD SD
42. The amount of Influence I have Is
congruent with the amount principals
should have. SA MA U MD SD
43. Ambiguity In role expectations
Is a source of frustration. SA MA U MD SD
44. Constraints applied by central
office hinder my effectiveness. SA MA U MD SD
45. If teachers were more mature, I
could perform my duties more
effectively. SA MA U MD SD
46. Personnel policies, as well as an
Incompetent and Inadequate custodial
staff are usually the reason for a
dirty school building and unkept
grounds. SA MA U MD SD
47. It Is Important to seek the opinion
and advice of your staff In matter
of concern to the school as a whole. SA
APPENDIX B
PRINCIPAL PERCEPTION INVENTORY
On the following pages is a list of items that may be used to
describe the behavior that you perceive as appropriate in regards to
your role within your school’s present organizational structure, the
first forty questions are adapted from the L.B.D.Q. XU. developed by
Ohio State University.
DIPEC-nONS:
a) Read each item carefully.
b) Think about how you perceive the way in which the varying
items relate to your present position and organizational
structure of your building.
c) Decide whether you feel that you should; (A) always, (B) often,
(C) occasionally. (D) seldom, or (E) never, act as described by
the item.
d) Draw a circle around one of the five letters (A 8 C 0 &)
following the item, to show the answer selected.
Remember, you are to respond to the items in regards to how you









1. Wait patiently for the result of a decision ABC
2. Let the faculty know what is expected of them ABC
3. Allow faculty complete freedom in their work ABC
4. Be hesitant about taking initiative with the ABC
faculty
5. Become anxious when he cannot find out what ABC
is coming next
6. Encourage'the use of uniform procedure ABC
7. Permit the faculty to use their own judgement ABC
in solving problems
8. Not hesitate to take necessary action ABC
9. Accept defeat in stride ABC
to. Try out his ideas with the faculty ABC
11. Encourage initiative in faculty members ABC
12. Let other people take away his leadership in ABC
the group




















14. Make his attitude clear to the group A 8 C 0 E
15. Let the faculty do their work the way they ABODE
think best
16. Let some faculty members take advantage of ABODE
him
17. Become anxious when waiting for new ABODE
developments
18. Decide what shall be done and how it shall ABODE
be done
19. Assign a task, then let the faculty handle it ABO
20. Be the leader of the group in name only ABO
21. Be able to tolerate postponement and ABO
uncertainty
22. Assign faculty members to particular tasks ABO
23. Turn the faculty loose on a job and let them go A B 0
to it
24. Back down when he ought to stand firm ABO
25. Wait just so long, then blow up ABO
26. Make sure that his part in the group is ABO












28. L9t some faculty members have authority ABODE
that he should keep
20. Remain calm when uncertain about coming ABODE
events
30. Schedule the work to be done
31. Allow the group a high degree of initiative
32. Take full charge when emergencies arise






34. Maintain definite standards of performance ABODE
ABODE35. Trust faculty members to exercise good
judgement
36. Overcome attempts made to challenge his
leadership
ABODE37.Worry about the outcome of any new procedure ABODE
38. Ask that faculty members follow standard ABODE
rules and regulations
39. Permit the group to set its own pace ABODE40.Be easily recognized as leader of the group ABODE
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PART II
On the following items, the letters A through E represent a
continuum from to E fdisagroffV Please circle the
response which you think is most appropriate lor your position






1. The principal cannot delegate his responsibility A B
for decision-making to other members of his staff










3. The major function of supervision is evaluation ABODE
4. Instructional decision-making is the major
function of the Principal
ABODE
5. Principals should act in a supportive role toward ABODE
the teachers and their discipline procedures
6. Teachers are able to accept responsibility for ABODE
tasks which normally fall within the role of the
principal
7. Principals should assume responsibility for
planning the instructional program; teachers
should devote their attention to implementing
these plans
ABODE
8. Teachers should act collectively in solving
continual discipline problems
ABODE
9. Teachers should participate in the supervision
of their peers.
ABODE
10. Instructional problems should be solved through
a group process involving teachers
ABODE
11. Teachers should be encouraged to work directly
with parents in resolving classroom disciplinary
problems
ABODE
12. The principal should assume that the typical
prefers to be directed and must be closely
supervised
ABODE
13. The method used for solving problems should
not be based on the assumption that ingenuity
and creativity are widely distributed among
school personnel
ABODE
14. Teachers should be encouraged to deal with their
own disciplinary problems
ABODE
15. Staff development should be the responsibility of
the central office staff and not of the principal
ABODE
16. Instructional decisions should be made by




17. Regarding student discipline, the primary role of ABODE
the principal is to develop the teacher's ability to
manage pupils
18. Each teacher should be visited and supervised ABODE
regularly by the principal
19. Individual teachers should be encouraged to do ABODE
their own job independently of other teachers
20. The principal can more effectively cope with ABODE
. disciplinary problems than the classroom teacher
21. The principal should be able to decrease ABODE
supervision as the teachers increase their
responsibility
22. If the principal is ultimately responsible for a ABODE
a decision, he should accept this responsibility
23. Disciplinary problems should be brought to the ABODE
attention of the principal only when the teacher has
exhausted all available alternatives
24. The principal can most improve the instructional ABODE
program by developing the teaching staff through
supervision
25. The principal should initiate the organizational ABODE
structures that encourage teachers to make major
instructional decisions
26. Teachers are responsible for social and emotional ABODE
development as well as the academic development
of students
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27. The principal should not delegate his supervisory A B C D E
role to other staff members
28. The principal should review the instructional ABODE
decisions made by the staff
29. The principal should deal with those disciplinary ABODE
problems that require alternatives that the teacher
does not have available
30. Periodic observations of the tenured and non- ABODE
tenured staff are essential to the evaluation




Please respond to the following items by putting a check ( J in
the appropriate place and writing out the responses where necessary.
1. Sex: Male Female
2. Age: 25-30 31-41 41-55 Above 55
3. Educational Background:







4. Number of years at present position:
5. Years served as Assistant Princlapl
6. Years served as a teacher
7. Years in educational positions
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DIRECTIONS: The following are statements about your school. Please indicate the extent
to which each statement characterizes your school by circling the appropriate response.











































Teachers' closest friends are other faculty members at this school.
Faculty meetings are useless. —
The principal goes out of his way to help teachers.
The principal rules with an Iron fist. —
Teachers leave school immediately after school is over.
Teachers invite other faculty members to visit them at home.
There is a minority group of teachers who always oppose the major!t’
The principal uses constructive criticism.
The principal checks the sign-in sheet every morning.
Routine duties interfere with the Job of teaching.
Most of the teachers here accept the faults of their colleagues. —
Teachers know the family background of other faculty members.
Teachers exert group pressure on non-conforming faculty members. —
The principal explains his/her reasons for criticism to teachers. -
The principal listens to and accepts teachers' suggestions.
The principal schedules the work for the teachers. ——
Teachers have too many committee requirements.
Teachers help and support each other.
Teachers have fun socializing together during school time. —
Teachers ramble when they talk at faculty meetings.
The principal looks out for the personal welfare of teachers.
The principal treats teachers as equals.
The principal corrects teachers' mistakes.
Administrative paperwork is burdensome at this school.
Teachers are proud of their school.
Teachers have parties for each other.
The principal compliments teachers.
The principal is easy to understand.
The principal closely checks classroan (teacher) activities.
Clerical support reduces teachers' paperwork.
New teachers are readily accepted by colleagues. ————
Teachers socialize with each other on a regular basis. ——
The principal supervises teachers closely.
The principal checks lesson plans.
Teachers are burdened with busywork.
Teachers socialize together In small, select groups. ———
Teachers provide strong social support for colleagues.
The principal is autocratic.
Teachers respect the professional competence of their colleagues. -
The principal monitors everything teachers do. -™——
The principal goes out of hia/her way to show appreciation to
teachers..
RO SO 0 VF
RO SO 0 VF
RO SO 0 VF
RO SO 0 VF
RO SO 0 VF
RO so 0 VF
RO so 0 VF
-RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO 30 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
RO so 0 VF
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RO so 0 VF
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RO so 0 Vf
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RO so 0 VF
RO so 0 VF
RO so 0 VF
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DIRECTIONS: The following are statements about your school. Please indicate
the extent to which each statement characterizes your school by circling the
appropriate response.
RQsRARELY OCCURS; SO’SOMETIHES OCCURS; 0=0FTEN OCCURS; V0=VERY FREQUENTLY OCCURS
1. The mannerisms of teachers at this school are annoying. RO SO 0 VO
2. Teachers have too jnany committee requirements. . RO SO 0 VO
3. Teachers spend time after school with students who have
individual problems. — .—t RO SO 0 VO
4. Teachers .are proud of their school.—t— RO SO 0 VO
5. The principal sets an example by working hard himself/herself. RO SO 0 VO
6. The principal .compliments teachers.— RO SO 0 VO
7. Teacher-principal conferences are dominated by the principal. RO SO 0 VO
8. Routine duties interfere with the job of teaching. : RO SO 0 VO
9. Teachers interrupt other faculty members who are talking
in staff meetings. — ; : .— RO SO 0 VO
10. Student government has an influence on school policy.— RO SO 0 VO
11. Teachers are friendly with students. •' RO SO 0 VO
12. The principal rules with ah iron'fist. : RO SO 0 VO
13. The principal monitors everything teachers do.————— —.—- RO SO 0 VO
14. Teachers' closest friends are other faculty members at this school.— RO SO .0 VO
15. Administrative paper work is burdensome at this school.——-—— 80 SO 0 VO
16. Teachers help and support each other. RO SO 0 VO
17. Pupils solve 'their problems through logical reasoning.— RO SO 0 VO
18. The principal closely checks teacher activities.- RO SO 0 VO
19. The principal is autocratic.-- RO SO 0 VO
20. The morale of the teachers- is high. ; RO SO 0 VO
21. Teachers know the family background of other faculty members,——:—- RO SO 0 VO
22. Assigned non-teaching duties are excessive. — — :—- RO SO 0 VO
23. The principal goes out of his/her way to help teachers. RO SO 0 VO
24. The principal explains his/her reasons for criticism to teachers.- RO SO 0 VO
25. The principal is available after school to help teachers
when assistance is needed.— RO SO 0 VO
26. Teachers invite other faculty, members to visit them at home. RO SO 0 VO
27. Teachers socialize with each pther'on a regular basis.'— —. RO SO 0 VO
28. Teachers really enjoy working here. — RO SO 0 VO
29. The principal uses constructive criticism.———-i— — RO SO 0 VO
30. The principal looks out.for the personal welfare of the faculty. ;- RO SO 0 VO
31. The principal supervises teachers closely. —’ RO SO 0 VO
32. The principal talks more than listens.— RO SO 0 VO
33. Pupils are trusted to work together without supervision. RO SO 0 VO




VJSHSLcS NOT IN The EttjiTlCf.


















.051975 *l*CQuCC . 0 ■; 5 5 2 7 .000
.il2(}0e-— 1.00000- .0032-6 ■ - - ■ • OU 0
. UA75C l.CCOCQO .00452* • . U v'
.177735 1 .ILOOCO .001646 . coo
^47;a-23- -1-.000C-9--1.02 6 6-0 7 - .00 0- —.
.055007 1 .ccooco .011537 .cue
.0:2655 1 .CCOOCO .007603 . occ «
.215297 -i.cooco .0C1C24 . uco •
.055274 -l.COOCO .006671 .000 •
•' f
• ■*'
.0:5566 1.0000 0 0 .00 0
. 157 73c 1. c 1.0 0 0 0 • UC ^ 7 .too
.. ..
.125264 -1. C J 0 C 0 .002500 .000 •
.114527 i . C t 0 0 C 0 .006542 .000 •
.5:2350 -1.cocoo 1.0756-04 .000 •
124
iC-NCV-i9 S?iS-)< 5:yEi$: 2.2 FCR V s ■< / V y 5
JL 5FSSX CSC VAX-11/7 3 0 V*S -V4.5
^ * «LLTIFLE PEC R E S S I C N 4- « * #
c« yjTiCN M.MiEs 1 :=fcn: ENT VJRiaELc.
1.
C
VSSIflSLSS IN TH: ECLiTICN
V i'JIirLc i «: s a EET5 ■■ T « T r T
i-t? • -: f -7'7 0 .3 e:; 7 i ♦ C 2 : 3 4 i 1.49’ ,3 74 9
'.■2 2 - - 3;'51*C2£ -;2l22fi7 - *34?922 19.352 .0347
W ^ 5.:00-£i .233939 .3977:9 23.512 .027 1
C ^ 1 .413^34 .2C370C « C 3 2 2 ? 2.005 • 29^5
* 7 --.21344r -;:£7E'i<.- — -.221131 -1.-2 4 2 —.-tM5
;;7 .149152 5.040 .10 3 3
. 971 5 1 9 . 24 2:5 9 .2=9=9= 4.CIO .1 = 56
-I'rTiTlt* rC'S’Cll'i' - .M-ftl"!— 7 .2( 4 9-—j-C9e-o
^46 .9.44 12 .2C:-292 .274571 4 ♦ 6 .* 7 .13 = 3
i’? 1.2; = 9;9 .U33C4 •11232? 7.=75 . 09 2 4
W ^ A
-.: 5 5 3 3 :
'• ^ 1 •rvfi47 . : 7 ; C 3 ■ :: .4 50 « V : s 1
« « ^ * * • *^ - '’
« C 3 2.7 31£ 3 2 . 173449 • 2 2 C ^ C * 1 3 . ; 91 .0-25
C 2 3.45323: .224293
■
4 * 7 ff !• 1 c • T - . 2 3 7 =
C24 -.92=359 .’;3932 -.:792l= -=.54- .1-117
C3 3.C47c50 .451434 .111511 5.59 = . 2 9 5 7
C40 . 252332 . EiSe?'. .214333 .946 . 5 24 5
• «?97^«r *-5-757 .'v’T'T'T^t ~ •
;-2 3.0t£2£2 .:93=02 .12:491 7.10 = A g Q n* w C » ^
;ii .377CC5 .5=5975 .212145 .574 • 11 S 2
1 • 1 5-1-974- .092-0
i26 . 3539C3 .1-.71S3 .271=13 2.335 • 2 i 2 c
i C43 -.440252 .15943C *2*52
*2:4 446 j2"* 79-75 «• . *14:,-.
wZ5 .394432 .210714 .27729: 4.245 .1473
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SUMMARY OF CORRELATION COEFFICIENTS

























































School TOU TOP RA lOS DM SUP DIS ROLEP
0021 3.2 4.1 3.9 4.7 3.5 3.4 4.1 3.8
0081 3.9 4.0 4.0 4.4 3.8 3.6 4.6 4.0
0131 4.0 4.2 4.0 4.4 4.2 3.3 4.4 4.0
0011 3.6 4.0 3.7 4.2 3.6 3.5 4.5 3.8
0181 4.3 4.6 4.3 4.9 4.5 3.5 4.3 4.3
0211 4.0 3.6 4.6 4.8 3.7 3.8 4.3 4.1
0091 3.4 3.6 3.7 4.2 3.3 3.8 4.2 3.7
0151 3.4 3.2 4.1 4.3 4.3 3.6 4.4 3.9
0231 3.0 3.2 3.9 4.0 3.8 3.3 3.7 '3.5
0171 3.6 4.0 4.4 4.8 4.0 3.2 4.5 4.0
0161 3.9 4.0 4.0 4.3 3.2 3.4 4.3 3.8
0271 3.6 3.7 3.6 4.2 3.5 3.2 4.3 3.7
0261 3.3 4.4 4.2 4.7 4.3 3.6 4.1 4.0
0241 3.8 4.1 3.3 4.4 3.5 3.7 4.5 3.9
0121 3.9 4.3 4.5 4.9 4.3 4.0 4.2 4.3
0191 3.2 3.7 3.3 4.0 3.1 3.1 4.1 3.5
0300 3.9 4.4 4.5 4.4 4.1 3.7 4.3 4.1
0021
0081
0131
0011
0181
0211
0091
0151
0231
0171
0161
0271
0261
0241
0121
0191
0300
0320
129
APPENDIX I
STUDENT ACHIEVEMENT SCORES
FOR EACH SCHOOL
SCAl
216.85
210.29
212.31
212.43
210.63
208.53
223.38
203.73
199.93
204.72
211.01
214.19
221.42
229.13
206.60
214.32
2a6.77
208.60
SCA2
209.70
206.23
206.30
211.31
205.47
197.48
215.74
195.36
193.09
200.48
204.68
203.71
216.29
228.28
199.22
207.98
210.00
211.48
School
0021
0081
0131
0011
0181
0211
0091
0151
0231
0171
0161
0271
0261
0241
0121
0191
0300
0321
APPENDIX J
OLIMATE SCORES
FOR EACH SCHOOL
Score
16.8
15.6
15.1
15.2
15.3
15.6
14. 7
14.1
16.0
14.3
15.4
15.3
16.7
15.2
13.2
14.1
11.0
12.1
